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Abstract 
This research paper explores the views of class teachers and support staff regarding the various 
behaviour management (BM) strategies deployed within the Early Years Foundation Stage within a 
school setting. Participants were asked to identify which BM strategies they considered to be the 
most effective in providing a positive learning environment. The collated data was then analysed 
resulting in the emergence of three themes; teacher-child relationships, positive reinforcement, 
rules and routines. Further analysis of the data revealed another, more prominent yet less obvious 
theŵe of ͚poǁeƌ͛. A final review of the emergent and underlying themes resulted in the conclusion 
of ͚teaĐheƌ-Đhild ƌelatioŶships͛ aŶd ͚poǁeƌ͛ as foƌŵiŶg the fouŶdatioŶs of all the other emergent 
themes and the suggested behaviour management strategies. A proposed intervention action plan 
would serve to raise awareness of the two prominent themes allowing for teachers to establish 
effective and positive behaviour management. 
 
Please note that within this ƌeseaƌch pƌoject the use of ͚teacheƌ͛ is used to expƌess Ƌualified teaching 
staff as well as teaching assistants who undertake similar roles and have equal influence in terms of 
behaviour management (BM) within the classroom. 
 
Introduction 
Chaƌlie TaǇloƌ aƌgues that teaĐheƌs iŶ tƌaiŶiŶg ƌeƋuiƌe ͞ďetteƌ͟ kŶoǁledge aŶd skills in behaviour 
management (BM) (Department for Education, 2012). The government has high expectations of 
trainees, whom they hold responsible for ensuring the highest standards of BM (Teaching Agency, 
2012). My research focuses on exploring the various BM strategies employed by EYFS teachers. The 
main aim of the project being to identify which BM strategies are considered the most effective in 
providing a positive learning environment. 
 
The rationale for this research emanates from my interest in BM strategies within the EYFS. For 
many young children this may be their first formal experience of schooling, and possibly an 
introduction to behaviours which will need to be taught to enable them to adapt to formalised 
learning, forming foundations on which they will build as they progress through the school (Rogers 
and McPherson, 2008). Children will learn what rules and routines they will need to follow and what 
behaviour is acceptable, all of which will be established by their class teacher. This may be a difficult 
concept as what is acceptable within their family setting may not be appropriate within a classroom 
setting (Mah, 2007). Children within the EYFS, especially early on in the academic year when they 
are still familiarising themselves with school and classroom requirements, may be lacking in 
understanding, still acting upon impulse and forgetting rules. However, the importance of behaviour 
and the effect it has on learning is constantly presented through government documents such as 
those published by the House of Commons, The importance of teaching: the schools white paper 
ϮϬϭϬ, aŶd Ofsted͛s oŶgoiŶg ĐoŶĐeƌŶ iŶ ƌegaƌds to the ďehaǀiouƌ theǇ oďseƌǀe ǁithiŶ sĐhools ;Ofsted, 




This research was undertaken in a large five form entry primary school. The school is graded as 
͚OutstaŶdiŶg͛ ǁith the effeĐtiǀeŶess of the fouŶdatioŶ stage ďeiŶg ƌated as ͚good͛ aŶd the oǀeƌall 
ďehaǀiouƌ judged as ͚outstaŶdiŶg͛. ;CP“ Ofsted ‘epoƌt, ϮϬϬϴͿ. “ituated ǁithiŶ the LoŶdoŶ Boƌough 
of Redbridge; a large, multi-cultural borough, the school embraces the various ethnicities of the high 
proportion of children from ethnic minority backgrounds. Could this be a factor which needs to be 
considered when analysing BM strategies? 
 
Literature Review 
Why is good behaviour within the classroom important? Bullock and Brownhill (2011) argue that 
iŵpƌoǀeŵeŶt of ďehaǀiouƌ pƌoǀides ͞ŵaǆiŵized͟ leaƌŶiŶg to take plaĐe ǁithiŶ a Đlassƌooŵ settiŶg. 
TheǇ suppoƌt this stateŵeŶt usiŶg Ofsted͛s ϮϬϬϲ ƌepoƌt iŶ ǁhiĐh the same view is portrayed with the 
added keǇ teƌŵ ͞effeĐtiǀe͟ ;Ofsted, ϮϬϬϲ as Đited iŶ BulloĐk aŶd BƌoǁŶhill, ϮϬϭϭͿ. The ͚Behaǀiouƌ 
aŶd DisĐipliŶe iŶ “Đhools͛ ƌepoƌt as puďlished ďǇ the House of CoŵŵoŶs EduĐatioŶ Coŵŵittee takes 
the idea even further by outliŶiŶg that uŶaĐĐeptaďle ďehaǀiouƌ ĐaŶ haǀe ͞daŵagiŶg ĐoŶseƋueŶĐes 
[that] is Ŷot a pƌoďleŵ to ďe igŶoƌed͟ ;Gƌeat BƌitaiŶ. PaƌliaŵeŶt. House of CoŵŵoŶs, ϮϬϭϭ, p.XͿ. 
With such strong views expressing the need for, and importance of good behaviour, why does 
misbehaviour exist? Bullock and Brownhill, (2011, p.3), with a focus on early years, outline reasons 
including; influence of peers, exposure to violence, lack of positivity within the home setting, 
͞feŵiŶizatioŶ͟ of the teaĐhiŶg pƌofessioŶ aŶd a ͞laĐk͟ of male teachers offering good role modelling. 
These suggestions though plausible, seem to lack validity. With no evidence of background research, 
these ƌeasoŶs Đould siŵplǇ ďe the authoƌs͛ oǁŶ poiŶt of ǀieǁ.  
 
Little and Akin-Little (2008, p.227) on the otheƌ haŶd ƌefeƌ to ͞disoƌdeƌs͟ suĐh as ͞atteŶtioŶ-deficit 
hǇpeƌaĐtiǀitǇ disoƌdeƌ͟ ;ADHDͿ aŶd ͞oppositioŶal defiaŶt disoƌdeƌ͟ to ǀalidate the Ŷeed foƌ effeĐtiǀe 
BM. Hoǁeǀeƌ, this is a U“A studǇ ďased oŶ ͚PsǇĐhologǇ͛s ĐoŶtƌiďutioŶs to Đlassƌooŵ ŵaŶageŵeŶt͛ 
which may explain their heavy emphasis on disorders. Furthermore, no clarification is made as to 
which age group the researchers have chosen to focus on for this study; no early years context is 
referred to. Worryingly, one assumption Little and Akin- Little (2008, p.228) put forward is the cause 
of ŵisďehaǀiouƌ ďeiŶg ͞uŶstƌuĐtuƌed͟ tiŵe aŶd suppoƌtiŶg the Ŷeed foƌ eŶgagiŶg aŶd eǆĐitiŶg 
͞aĐadeŵiĐ aĐtiǀities͟. The ƌeseaƌĐheƌs of this studǇ Đƌeate uŶaŵďiguitǇ iŶ theiƌ Đlaiŵs. TheǇ seeŵ 
not to take into consideration the foundation of play within the UK EYFS. Free flow play could be the 
͞uŶstƌuĐtuƌed͟ tiŵe Little aŶd AkiŶ-Little were referring to in their study.  
 
MǇeƌs aŶd PiaŶta ;ϮϬϬϴ, p.ϲϬϬͿ ĐoŶsideƌ the ǀieǁ of soŵe ĐhildƌeŶ Ŷot ďeiŶg ͞ƌeadǇ͟ foƌ stƌuĐtuƌed 
schooliŶg aŶd outliŶe ͞iŵpulsiǀitǇ͟ as oŶe aƌea of ĐoŶĐeƌŶ ƌaised ǁith the appƌoaĐh that this Đould 
ďe the Đause of the Đhild͛s ŵisďehaǀiouƌ. This studǇ is foĐused oŶ ǇouŶg ĐhildƌeŶ aŶd theǇ fuƌtheƌ 
explore the importance of good behaviour as a means of setting the foundation of how children then 
progress in their school life. Elliot (2009, p.198) explores behaviour patterns of children around the 
ǁoƌld aŶd poiŶts out that ďehaǀiouƌ iŶ the UK is ͞ĐhalleŶgiŶg͟ iŶ ĐoŵpaƌisoŶ to otheƌ ĐouŶtƌies aŶd 
cultures.  
 
Fields ;ϮϬϭϮ, p.ϮϱͿ ƌeŵiŶds us of aŶ iŵpoƌtaŶt ŶotioŶ; that teaĐheƌs aƌe ͞loŶg teƌŵ aŶd iŶflueŶtial 
figuƌes͟ iŶ the liǀes of the ĐhildƌeŶ theǇ teaĐh. CoŶsideƌiŶg the leŶgth of a sĐhool daǇ aŶd daǇs 
within an academic year in which children and teachers spend together this is a very important point 
for consideration. Furthermore, Fields (2012, p.25) offers the perception of embracing and 
encouraging positive behaviour as opposed to having to sanction or punish misbehaviour. This 
seems an interesting approach, espeĐiallǇ as Fields ;ϮϬϭϮ, p.ϮϱͿ ǀieǁs this faǀouƌaďle as a ͚sĐhool-
ǁide sǇsteŵ͛. Woƌth ŵeŶtioŶiŶg is that this studǇ foĐusses pƌiŵaƌilǇ oŶ ĐhildƌeŶ ǁho displaǇ ďoth 





I will now consider the influence of historical theorists who have and continue to impact our 
uŶdeƌstaŶdiŶg of Đhild leaƌŶiŶg aŶd ďehaǀiouƌ. VǇgotskǇ, ǁho iŶtƌoduĐed the ĐoŶĐept of ͞)oŶe of 
Pƌoǆiŵal DeǀelopŵeŶt͟, offeƌs the iŶteƌpƌetatioŶ that positive, desired behaviour can be achieved 
through the adult modelling the behaviour and through offering reward to those children who 
clearly exhibit the expected behaviour. (Van der Veer et al., 1991 as cited in Bullock and Brownhill, 
2011, p.3). What the authors seem to exclude in their interpretation is the importance of guidance 
aŶd suppoƌt thƌough a ŵoƌe kŶoǁledgeaďle otheƌ; a keǇ featuƌe of the ͞)oŶe of Pƌoǆiŵal 
DeǀelopŵeŶt͟. The ŵoƌe kŶoǁledgeaďle otheƌ Đould ƌaŶge fƌoŵ peeƌs to teaĐheƌs to paƌeŶts. Not 
necessarily the teacher but within a classroom setting the teacher is viewed and consulted as this. 
This links well with the concept of modelling but also the teacher-child relationship.  
 
Possibly the most influential theorist in terms of research devoted to the understanding of 
ďehaǀiouƌ is “kiŶŶeƌ. With the pƌoposal of ͞positiǀe ƌeiŶfoƌĐeŵeŶt theoƌǇ͟ “kiŶŶeƌ͛s ĐoŶtƌiďutioŶ to 
BM is interpreted as the rewarding of good, positive behaviour in the belief that the behaviour will 
be reinforced and repeated. ;HaƌdiŶ, ϮϬϬϰ as Đited iŶ BulloĐk aŶd BƌoǁŶhill, ϮϬϭϭ, p.ϯͿ. ͚‘eǁaƌds͛ iŶ 
a Đlassƌooŵ ĐoŶteǆt ƌefeƌs to the positiǀe aĐkŶoǁledgeŵeŶt ;stiĐkeƌs, pƌaiseͿ of a Đhild͛s ƌeƋuiƌed 
behaviour. 
 
Hart (2010) explores different behavioural themes which include; adult-child relationships, 
reinforcement, response to undesired behaviour and rules. Hart (2010) presents findings with little 
critical analysis: The themes seem to be outlined in a manner that then suits the views of the 
educational psychologists. The findings of the study support the view that the outlined themes play 
an important role in the effective management of behaviour however; these are based on the views 
of 47 participants whose level of expertise, gender or understanding of classroom practice is unclear 
(Hart, 2010, pp.353-370). 
 
Similar themes are presented and explored in the research by Hester et al., (2009) who reviewed 
longitudinal findings on the effectiveness of three themes; praise, rules and ignoring. Focussing on 
praise, I found that Hester et al. (2009) explore praise using the same understanding offered by 
“kiŶŶeƌ͛s ͚positiǀe ƌeiŶfoƌĐeŵeŶt theoƌǇ͛ iŶ BulloĐk aŶd BƌoǁŶhill, ϮϬϭϭ. PositiǀelǇ ƌeǁaƌdiŶg a Đhild 
with praise will result in the child wanting to repeat the behaviour. (Alberto & Troutman, 2009; Kerr 
& NelsoŶ, ϮϬϭϬ as Đited iŶ Hesteƌ et al., ϮϬϬϵͿ. Pƌaise as a ͞keǇ͟ stƌategǇ iŶ itself as ǁell as the 
pƌoŵotioŶ of ďuildiŶg ͞positiǀe teaĐheƌ – Đhild ƌelatioŶships͟ ;Hesteƌ et al., ϮϬϬϵ p.ϱϭϱͿ. 
 
Tzuo (2007) in her research within early years establishments views favourably the philosophy of 
MoŶtessoƌi, ϭϵϵϱ ǁho suggests the ƌole of the teaĐheƌ is that of a ͞seƌǀaŶt͟ aŶd ĐhildƌeŶ aƌe 
͞ŵasteƌs͟ pƌoposiŶg a ĐoŵpletelǇ diffeƌeŶt theŵe of poǁeƌ. “uppoƌtiŶg aŶd eǆploring the theme of 
power as well as control and anger is Keat (2008). Also focusing on early years education, Keat 
(2008) conducted a meta-aŶalǇsis of theŵes ideŶtified as ͞ĐoŵŵoŶ͟, though Ŷo ƌefeƌeŶĐe to ǀieǁ of 
effectiveness only that these themes are aĐkŶoǁledged as ďeiŶg ͞iŵpoƌtaŶt͟ ďǇ teaĐheƌs. ;Keat, 
2008 p.155). The themes are explored in detail dating back to the influence they were researched to 
haǀe iŶ the ϭϵϳϬ͛s oŶǁaƌds. This ŵeta-analysis considers the view that teachers may not be aware 
of ͞poǁeƌ iŵpliĐatioŶs͟ ;“igsgaaƌd, ϮϬϬϱ as Đited iŶ Keat, ϮϬϬϴ p.ϭϱϳͿ. This suggests that 
misbehaviour in classrooms may in some ways be related to power between teacher and child which 
the teacher may not be aware of.  This study supports the notion that teachers are unaware of the 
͞uŶdeƌlǇiŶg ĐuƌƌeŶts of ĐhildƌeŶ͛s ďids foƌ ĐoŶtƌol aŶd poǁeƌ͟ ;Keat, ϮϬϬϴ p.ϭϱϵͿ. 
 
Analysis 
I chose to use a questionnaire as my research method for this study as this offered me the 
opportunity to gather more detailed answers from my participants, use a variety of question styles, 
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and also to pilot and readjust my questionnaire (McGrath and Coles, 2013). I received questionnaires 
back from four teachers; referred to as T3, T4, T6 and T10 and from three teaching assistants; 
referred to as TA5, TA9 and TA11 throughout this paper. The teacher participants of this study (n=4) 
recorded a total of 33 responses. The teaching assistant participants (n=3) recorded a total of 27 
responses.  
 
My initial analysis of the data consisted of closely looking at the responses from all participants. I 
looked for similarities and differences in response before moving onto looking at responses in 
relation to job role (teacher or teaching assistant). To allow for a more in-depth analysis I used the 
coding method of analysis and looked for emerging themes using an inductive approach. I allowed 
for themes to develop by approaching the data with a critically reflective outlook, and no 
expectations of themes prior to coding. Using the coding method, I noted how similar responses 
were given by different participants but strongly outlining the same or similar views. My first 
atteŵpt at ĐodiŶg ƌesulted iŶ thƌee ĐleaƌlǇ ideŶtifiaďle theŵes eŵeƌgiŶg; ͚TeaĐheƌ-Đhild ƌelatioŶship͛ 
(as evident in the responses of T3, T4 aŶd TAϭϭͿ, ͚positiǀe ƌeiŶfoƌĐeŵeŶt͛ ;Tϯ, Tϰ, TAϵ, TϭϬ aŶd 
TAϭϭͿ aŶd ͚ƌules aŶd ƌoutiŶes͛. ;Tϰ, TAϱ, TAϵ aŶd TAϭϭͿ.Theŵes of ͚poǁeƌ͛ aŶd 
͚aǀoidaŶĐe/distƌaĐtioŶ/ also eŵeƌged. ;Tϰ, TAϱ aŶd TAϵͿ. 
 
WheŶ asked to offeƌ theiƌ ǀieǁs oŶ the ͚ŵost iŵpoƌtaŶt faĐtoƌ for a well-behaved class with minimal 
ŵisďehaǀiouƌ͛ Tϯ, Tϰ aŶd TAϭϭ all ŵade suggestioŶs ƌelatiŶg to the teaĐheƌ-child relationship which 
is ĐleaƌlǇ ideŶtifiaďle thƌough theiƌ ĐhoiĐe of ǁoƌdiŶg; ͞…good uŶdeƌstaŶdiŶg of eaĐh of Ǉouƌ 
ĐhildƌeŶ…͟ ;Tϰ, QϯͿ, ͞…deǀelopiŶg a good ďoŶd…͟ ;Tϯ, QϯͿ aŶd ͞…the ƌelatioŶship Ǉou ďuild ǁith 
Ǉou[ƌ] studeŶts…͟ ;TAϭϭ, QϯͿ. What is iŶteƌestiŶg is hoǁ teaĐhiŶg assistaŶts aŶd teaĐheƌs ĐaŶ haǀe 
varying views on what they feel is effective in dealing with misbehaviour positively. T10 and TA11 
work collaboratively within the same class but offer different insights as to what they believe is the 
most important factor in maintaining a well-ďehaǀed Đlass. TϭϬ suggests this is due to ͞lots of 
positiǀe ƌeiŶfoƌĐeŵeŶt…͟ ;TϭϬ, QϯͿ ǁheƌeas TA11 outlines the building of relationships as being the 
most important factor. However, the view offered by TA9 who also works with T10 offers a 
harmonious outlook. The most obvious reason for this being that within their class the use of 
positive reinforcement really is effective or that TA9 is just outlining strategies used by the teacher 
or mentioning what she thinks the teacher may have mentioned in her questionnaire. 
 
The less oďǀious theŵe of ͚poǁeƌ͛ ǁas estaďlished as a ƌesult of deepeƌ aŶalǇsis aŶd interpretations 
of ŵǇ data. ‘espoŶses suĐh as ͞AskiŶg ĐhildƌeŶ to take ƌespoŶsiďilitǇ of theiƌ oǁŶ aĐtioŶs...͟ ;TAϵ, 
QϰͿ, ͞…͛ǁalkiŶg please͛ iŶstead of ͚stop ƌuŶŶiŶg͛…͟ ;QϳͿ ͞…giǀe theŵ a ĐhaŶĐe…͟ ;QϴͿ. Also, ͞I giǀe 
the ĐhildƌeŶ…oppoƌtuŶitǇ…sit ďeside soŵeoŶe ǁho ǁill help theiƌ leaƌŶiŶg͟ ;Tϰ, QϱͿ. This aŶalǇsis 
could be viewed as power given to the child to allow them to show they are able to behave as 
eǆpeĐted. Hoǁeǀeƌ, this is also eǀideŶĐe of the teaĐheƌ͛s poǁeƌ. “he is giǀiŶg ĐhildƌeŶ the 
opportunity to feel in power while anticipating the outcome of the situation. The alternative 
eǆpƌessioŶ of ͚poǁeƌ͛ is that ǁhiĐh the teaĐheƌ is iŶ ĐoŶtƌol of. This is ƌepƌeseŶted iŶ ŵǇ data 
thƌough the folloǁiŶg seleĐtioŶ of ƌespoŶses; ͞…eŶĐouƌaged to listeŶ to all adults + grown-ups…͟ 
;TAϭϭ, QϵͿ, ͞…ĐhildƌeŶ Ŷeed to kŶoǁ that Ǉou aƌe iŶ Đhaƌge.͟ ;Tϰ, QϰͿ This teaĐheƌ also outliŶes a 
͞ďehaǀiouƌ pƌogƌaŵŵe͟ she iŵpleŵeŶts ǁhiĐh she Đalls ͞Đlass dojo͟. IŶitiallǇ thought to ďe siŵplǇ a 
positive reinforcement tool, I discovered the foundations to be rooted in giving power to the teacher 
which in turn resulted in positive BM. This is because the awarding or deducting of points is within 
the control of the teacher. 
 
All the participants of this study responded with the view that positive behaviour management is 
iŵpoƌtaŶt. IŶ teƌŵs of ŵǇ fiŶal ƌeseaƌĐh ƋuestioŶ ͞Do suppoƌt staff Ŷeed to ͚ǁoƌk͛ foƌ ƌespeĐt ǁhile 
teaĐheƌs eaƌŶ it fƌoŵ the staƌt?͟ All of the teaĐhiŶg assistaŶt ƌespoŶdeŶts stated that this ǁas Ŷot 
applicable to them. Initially a surprise but on reflection I felt that this was because of my experiences 
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of joiŶiŶg plaĐeŵeŶt Đlasses aŶd haǀiŶg to ͚ǁoƌk foƌ ƌespeĐt͛. This is as opposed to teaĐhiŶg 
assistants who are present from the start of the year alongside the teacher and are viewed as 
important a figure as the class teacher. . 
Considering the limitations of my research, all participants in this project were female. My research 
project is based on the responses of only 7 participants (later reduced to 6) with only the 
questionnaire method of data collection. Gathering more responses would have enabled me to 
ŵake ŵoƌe ĐoŶfideŶt judgeŵeŶts aďout teaĐheƌs͛ peƌĐeptioŶs of ďehaǀiouƌ.  Fuƌtheƌŵoƌe, ŵǇ 
research project was conducted within one setting with no comparative data from another setting. 
The above mentioned factors would reflect upon how reliable, valid and generalisable my data is. I 
was not able to observe my participants teaching or interacting with any BM strategies so I cannot 
claim certainty that what they have stated in their response is what they implement as strategies. 
Also, the importance of considering biases. That of my participants (which could encompass 
anything relating back to their experiences) and that of me; they may feel they need to respond in a 
certain manner or withhold certain views. (McGrath and Coles, 2013, pp. 90-92). The analysis from 
this research cannot be generalisable to most other setting and would not reliably reflect the 
attitudes and practises of most teachers (not especially male teachers). Additionally, the findings of 
this research project are reflective of my interpretations, analysis and bias; what I feel is represented 
through the responses I received. This too could be considered a limitation of this project in terms of 
reliability, validity and generalisablity. 
 
Discussion 
‘efleĐtiŶg upoŶ ŵǇ fiŶdiŶgs, I fouŶd it iŶteƌestiŶg that the theŵe of ͚poǁeƌ͛ eŵeƌged espeĐiallǇ 
considering that Sigsgaard, 2005 (as cited in Keat, 2008 p.157) suggested that teachers may not have 
awareness of poǁeƌ iŵpliĐatioŶs. TeaĐheƌs haǀe a stƌoŶg aǁaƌeŶess of ͚ĐoŶtƌol͛ iŶ teƌŵs of 
theŵselǀes hoǁeǀeƌ, ǁheŶ theǇ ƌefeƌeŶĐe ĐoŶtƌol ;theǇ doŶ͛t seeŵ to ƌeĐogŶise this as ͚poǁeƌ͛Ϳ. 
I also fouŶd the theŵe of ͚teaĐheƌ-Đhild ƌelatioŶship͛ iŶteƌestiŶg. Hesteƌ et al., (2009 p.515) referred 
to the Đollaďoƌatiǀe uŶdeƌstaŶdiŶg of pƌeǀious ƌeseaƌĐh aŶd outliŶed the ͞teaĐheƌ-child 
ƌelatioŶship͟ as a pƌoduĐt of pƌaise ďut I feel the opposite ŵaǇ ďe ŵoƌe ƌeleǀaŶt. Foƌ pƌaise, positiǀe 
reinforcement, rules and routines to be effective firstly the child would need to know they are 
offered by or expected of a figure of power (teacher) the level of compliance from the child would 
then correlate strongly with the positivity of the relationship they have with the teacher. This is 
supported by Dix, 2010 (as cited in Bullock and Brownhill, 2011, p.4) who suggests that relationship 
ďuildiŶg is ͞keǇ͟ iŶ ƌelatioŶ to dealiŶg ǁith ďehaǀiouƌ effeĐtiǀelǇ. “iŵilaƌlǇ, Elliott, ϮϬϬϵ outliŶes 
teaĐheƌs͛ atteŵpt at ďuildiŶg ƌelatioŶship ǁith the pupils theǇ teaĐh as ͞loŶg ďeiŶg ƌeĐogŶised͟ as 
managing behaviour effectively.  
 
OŶ ƌeǀieǁiŶg ŵǇ aŶalǇsis of the theŵes I ŶotiĐed that ͚teaĐheƌ-Đhild ƌelatioŶship͛ aŶd ͚poǁeƌ͛ ǁeƌe 
the two most under-stated in relation to my findings. Teachers may have provided relative 
responses but even when not mentioned these two themes formed the foundation and were 
present as underlying themes to all the other emergent themes.  
 
Pƌioƌ to ĐoŶduĐtiŶg this studǇ, I alǁaǇs ŵade ƌefeƌeŶĐes to ͚stƌategies͛ used to deal ǁith ďehaviour 
effeĐtiǀelǇ, eǆaŵples ďeiŶg; peƌsoŶalised pƌaise, stiĐkeƌs, ͚teaĐheƌ staƌe͛. I ǁas Ŷot iŶĐliŶed to thiŶk 
of possiďle uŵďƌella theŵes uŶdeƌ ǁhiĐh these ͚stƌategies͛ deǀelop fƌoŵ. IŶ ĐoŶduĐtiŶg this studǇ, I 
have advanced my continued professional development and understanding in terms of the deeper 
foundations of BM that may not always be evident unless researched or closely analysed. I think this 
is more important in the early years because how behaviour is managed and relationships built 
during these Ǉeaƌs͛ foƌŵs the solid fouŶdatioŶs aŶd uŶdeƌstaŶdiŶg the ĐhildƌeŶ ǁill theŶ ĐaƌƌǇ 
through their academic life. I strongly agree with Fields (2012, p.25) who pointed out that teachers 
aƌe ͞loŶg teƌŵ aŶd iŶflueŶtial figuƌes͟ iŶ the liǀes of the ĐhildƌeŶ they teach. This reinforces the need 
for teacher-Đhild ƌelatioŶships aŶd teaĐheƌs͛ aǁaƌeŶess of poǁeƌ ǁithiŶ a Đlassƌooŵ. This pieĐe of 
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educational research has allowed for me to establish this understanding and carry it forward into my 
practice. 
My proposed intervention action plan is to make teachers aware of 2 prominent themes which 
emerged as a result of my findings to establish effective and positive BM. Teachers will need to 
consider getting to know and building relationships with each child they teach. This could include; 
background information, interests they are passionate about and how best they enjoy learning. 
Teachers can then build upon this knowledge and where possible spend time with children 
individually showing that they value their presence, efforts and contributions in the class. Positive 
relationship building with each child will ensure that praise is more meaningful, respect towards the 
teaĐheƌ, sĐhool, eaĐh otheƌ aŶd theiƌ leaƌŶiŶg is ŵaiŶtaiŶed. The theŵe of ͚poǁeƌ͛ is oŶe teaĐheƌs 
would need to be aware of. This could include their own exertion of power and control over the 
class or something to consider when a child is consistently misbehaving. Once aware, teachers can 
theŶ use this to adjust theiƌ use of iŶstƌuĐtioŶs ;͞ǁho is ǁalkiŶg seŶsiďlǇ?͟ iŶstead of ͞stop 
ƌuŶŶiŶg!͟Ϳ ƌeǁaƌds ;Đlass poiŶts, ŵaƌďles, stiĐkeƌsͿ aŶd to offeƌ ĐhildƌeŶ the ĐhaŶĐe of haǀiŶg poǁeƌ 
over their own actions and behaviours. This intervention can be introduced at staff or inset meetings 
or presented as part of a training day talk or even adopted as a whole-school BM approach. 
 
Conclusion 
To conclude, this research project was conducted in order to establish which positive BM strategies 
teachers and teaching assistants perceived as being most effective. As discussed, good behaviour 
allows for maximised learning opportunities and is observed closely within schools by the 
government through Ofsted who state that unacceptable behaviour has damaging consequences 
and simply cannot be ignored.  
 
Over the years, researchers have explored possible causes of misbehaviour and have offered 
suggestions ranging from possible medical reasons (psychological outlook) to children not being 
ready for formalised schooling to misbehaviour being the cause of unstructured time. Worryingly, 
according to such research behaviour is most challenging in the UK. Historical theorists have placed 
emphasis on the teacher modelling and positively praising good behaviour – this ties in strongly with 
the need for good teacher – child relationships. This was one of my emergent themes alongside 
͚positiǀe ƌeiŶfoƌĐeŵeŶt͛ aŶd ͚ƌules aŶd ƌoutiŶes͛. Deepeƌ aŶalǇsis of ŵǇ fiŶdiŶgs ƌeǀealed a ŵoƌe 
powerful theme – ͚poǁeƌ͛. MǇ ƌeseaƌĐh is Ŷot ǁithout its liŵitatioŶs; ϳ feŵale oŶlǇ paƌtiĐipaŶts, 
conducted within one setting using only the questionnaire method of data collection. However, 
implementing this action research approach has supported me in furthering my continued 
professional development through on-going self-evaluation and also given me the opportunity to 
extend this newly acquired knowledge to my future practice as a teacher. Through drawing together 
all my findings and research I was able to collate the emergent themes and foundations of positive 
ďehaǀiouƌ ŵaŶageŵeŶt uŶdeƌ tǁo ŵaiŶ theŵes; ͚TeaĐheƌ – Đhild ƌelatioŶship͛ aŶd ͚poǁeƌ͛. 
 
In terms of implications for my future practice, I will be actively aware of power; my power and 
control over the class as a teacher and consider this closely in relation to a child misbehaving (trying 
to exert power) and less obvious means of a child trying to obtain power and control through their 
behaviour (Keat, 2008 p.159). I can then use this to my advantage to effectively and positively 
manage behaviour and establish a harmonious classroom setting in which all children are able to 
learn without disruptions caused by poor behaviour. Implementing this action research has 
supported me in furthering my continued professional development through on-going self-
evaluation and also given me the opportunity to extend this newly acquired knowledge to my future 
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Appendix A – Analysis of raw data; emerging themes, evident in questionnaires and how they 
interlink with the 2 prominent themes identified 
